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This paper focuses on the ongoing debate of the appropriate type of provision in 
mainstream or special schools and considers inclusion as the key to the education of 
dyslexic children (DC). Polarised views for and against mainstream and special schools 
have been extensively discussed by teachers, parents and students. Based on the 
contrasting perceptions, there is a need to investigate the implications that arise and 
encourage the implementation of good practice of inclusive education that should be 
adopted by school contexts, if certain aspects, such as teachers’ attitudes, availability of 
the right resources and social acceptance of dyslexics’ peers, are modified. 
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During the last decades, dyslexia made researchers, teachers and parents concerned 
about the appropriate type of provision that children should receive. Dyslexia is 
characterized by Stampoltzis and Polychronopoulou (2008) as an infirmity that affects 
the process of reading and writing. Therefore, there is a growing debate on whether DC 
should become educated in mainstream or special schools and it sits within the wider 
context of inclusion for students with learning difficulties (LD) (Bell, McPhillips and 
Doveston, 2011). In other words, we talk for an inclusion debate (Kavale and Forness, 
2000). Simply put, inclusion, as Avramidis, Bayliss and Burden (2000) state, is to include 
all children regardless of their disabilities by focusing on the accommodation rather than 
assimilation. DC even if they learn differently, they are not less intelligent or less capable 
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and deserve the opportunity to succeed in education (Stampoltzis and 
Polychronopoulou, 2008).  
 Τo show responsibility for the synthesis of this assignment, I must be aware, as a 
researcher of the ethical considerations. Based on BERA ethical guidelines (2011), 
educational research should be conducted with respect towards students-and especially 
vulnerable ones, teachers and parents. I will act with respectfulness and I will keep 
confidentiality and anonymity by not referring to participants’ real names. Instead of 
that, I will use the initial letter of their names or name them as student 1, teacher 2, parent 
3 and so on.  
 The main reason that instigated me to explore the issue of dyslexia was my 
experience with my cousin M. who was diagnosed with dyslexia at the age of 12. Due to 
the lack of special schools in Greece, during that time, M. went to a special-private centre 
where a special education teacher and a speech therapist were teaching her individually. 
In a short time, M. became introvert, lost all of her friends, had no energy to study, and 
felt inferior in comparison to other children at her age. When she convinced her parents 
to go back to the mainstream school, all her previous friends mocked her and teachers 
did not pay attention to her. They thought she could not finish school. Nevertheless, her 
determination and willingness made her achieve her entrance to higher education, 
graduate, and find a job, proving to everyone that DC have nothing to be jealous of 
towards “normal” ones and the only difference is that they learn differently.  
 The following research explores different key issues relating to the suitable type 
of school provision for DC, from teachers’, parents’ and students’ perspectives. 
Mainstream teachers, on the one hand, are not yet adequately informed and trained about 
dyslexia and inclusive teaching strategies and as a result, many students and parents 
support that special schools are a happier environment. On the other hand, special 
teachers are reported more qualified and children felt accepted by their peers. Negative 
attitudes from both peers and teachers can have an impact on a dyslexic child’s self-
esteem. However, regardless of the provision in different contexts, to my mind, the only 
thing that matters is the accomplishment of inclusion for all DC in a friendly school 
environment. After that, implications will be discussed, proposals for future changes will 
be highlighted and the need for deeper research will be also mentioned. 
 
2. Literature review 
 
The method that has been used for my research was the literature review. Critical 
literature review is about implementing and deepen personal and public knowledge 
from a field of study by showing highly capacity in reviewing, synthesizing and 
analysing the research of the literature (Bothell, 2015). 
 According to the investigation on whether DC can be included in mainstream 
contexts, there has been a huge controversy between mainstream and special provision. 
The research was based on keywords such as dyslexia, debate on school provision, 
inclusive education and special schools. A small number of books have been used in 
comparison to the variety of articles and journals. The assistance of engines such as NU 
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Search, ERIC, Google Scholar and Wiley Online Library led me to articles and journals 
related to dyslexia and the appropriate type of provision expressed by researchers, 
teachers, parents and children. These articles dated mainly between 2005 and 2015. The 
main sources of my references were the journal of Research in Special Educational Needs, 
the International Journal of Inclusive Education, the International Journal of Disability, 
Development and Education, the European Journal of Special Needs Education, the 
Australian Journal of Learning Difficulties and the Scandinavian Journal of Educational 
Research. From this research, both quantitative and qualitative studies were examined to 
probe into the broadly debated educational provision for DC from all over the world 
within the last decade. 
 
2.1 Types of school provision on children with dyslexia 
As Reid (2009) states, dyslexia is usually characterized by difficulties in literacy and 
acquisition by affecting the way that children read, write and spell. It can also be 
identified as an impact on cognitive procedures and it can develop visual and/or 
phonological difficulties and sometimes divergences in educational performances.  
There are different levels of dyslexia: mild or moderate and severe. The problem lies in 
people who have mild dyslexia because this might cause confusion or remain unnoticed 
and consequently lead to a late or no diagnosis (Hultquist, 2006).  
 The ongoing political and scientific debate concerning which kind of provision is 
adequate and how it should be implemented constitutes an issue that remains unsolved 
(Buttner and Hasselhorn, 2011). It is already the case that articles and books have covered 
controversies regarding the inclusion of DC.  
 According to the literature, there are two main types of schools: the mainstream 
or ordinary-state schools and schools that specialise in dyslexia and are mostly private. 
Within mainstreams, children with special needs such as dyslexia can still be included. 
There are also some special units-resources, attached to mainstreams. One kind of school 
which functions as mainstream is the dyslexia-friendly school. These schools recognise 
the significance of social, emotional and intellectual intelligence and focus on students’ 
strengths, something that develops confidence and self-esteem and instigates them to 
become more competent (McLean and Price, 2011).  
 On the other hand, there are special schools and some dyslexic units attached to 
them. International school setting is another type of school in which children are 
culturally and linguistically diverse, but still have similar needs (Gabor, 2010). 
 
2.1.1 The road to inclusion in a school context 
Inclusion constitutes a “contested discourse” (p.84) and this perception can be interpreted 
by different understandings in dissimilar ways that can lead to disparate practices (Wilde 
and Avramidis, 2011). According to Pijl (2007), inclusion is considered to be a process 
where systematic barriers to learning and participation are eliminated as much as 
possible. Successful inclusive classrooms are in need of committed and responsible 
teachers, with positive attitudes and abilities to distribute the curriculum and feel 
confident to promote the sense of inclusivity in the classrooms (Berry 2010; Blecker and 
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Boakes 2010 and Lancaster and Bain 2010). On the other hand, the possible absence of 
positive attitudes and practices can negatively impact peer stances and emotional 
development (Roberts and Smith 1999; Ryan 2009). In terms of curriculum, there is also 
a variety of views that have been discussed. Some supported the teaching in small groups 
as Gabor (2010), some others argued by supporting the individualised instruction (Elliott, 
2005; Reid, 2011) and those who remained somewhere in the middle (Maxwell Gillott 
(2014). 
 For the inclusionists a debate was reborn. This debate lies between the majority of 
people who are in favour of inclusive schools, and those who are sceptical if inclusion in 
mainstreams is more beneficial for DC (Hornby, 2011). For that reason, despite the 
existence of similar policies, there are different ways of how countries all over the world 
approach it. 
 In Ireland, reading schools operate separately from mainstreams in parallel special 
support, whereas reading units are attached to mainstreams but help children in the same 
way as in reading schools. In mainstream settings, DC are educated by learning support 
or resource teachers in small groups (Nugent, 2007; McPhillips and Shevlin, 2009). 
Bulgaria and Turkey, as Davis and Deponio (2014) refer, have resource classrooms within 
mainstreams. However, despite the ethos of inclusion, in reality, separation and 
segregation still exist. On the other hand, Spain’s and Romania’s support to DC was 
implemented within mainstream schools that operated as autonomous communities.  
 Another country is Greece, where children with LD are included in the general 
education or receive part-time support in resource rooms. These rooms operate in parallel 
with mainstream ones and provide teaching in small groups or individually (Anastasiou 
and Polychronopoulou, 2009). In Cyprus, as McLean and Price (2011) mention children 
get the appropriate provision by a multidisciplinary team of specialists who plan and 
implement their curriculum within a mainstream context. Based on Nagisa’s Moritoki 
Škof (2015) paper, DC in Japan are educated in ordinary classes and there is special 
support outside the class. Lastly, in Sweden, students are included in special education 
in small and mixed groups within the compulsory school or classes with specific LD 
which constitute a part of general schools (Heimdahl Mattson, Fischbein and Roll-
Pattersson, 2010). 
 
2.2 Supporting dyslexic practices in different types of provision - teachers’ attitudes 
and perceptions  
McPhillips and Shevlin (2009) tried to examine the provision that teachers offer to DC in 
reading schools, reading units and mainstream schools in Ireland. Based on the findings, 
there has been a similarity in practices for both special and mainstream settings, and more 
specifically some of the resource teachers asked for “more specialised training and 
development (…)” (ibid., p.70). In the same condition were other teachers in Leite’s (2012) 
survey, who expressed their willingness to develop their knowledge for supporting DC. 
In another paper, (Bell, McPhillips and Doveston, 2011) which was based on McPhillips 
and Shevlin’s previous study, the researchers questioned specialists and mainstream 
teachers on how they perceive students’ difficulties in primary schools in Ireland and 
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England and how they assess their learning condition. The results showed that in 
mainstreams for both countries, the majority of teachers seemed to be insufficiently 
informed on planning assessments for DC, whereas teachers in special settings in Ireland 
had conceptualised the nature of dyslexia and consequently, the organisation of 
individual assessments could be easier to conduct. These findings lead to the imperative 
need of professional development for teachers’ training and development of inclusive 
practices (Bell et al., 2011), an outcome that agrees with the previous studies as well. In 
another study, Cameron and Nunkoosing (2012) explored thirteen of the lecturers’ 
perceptions and experiences on dyslexia and dyslexic children’s support. Participants’ 
answers are classified as positive, neutral or negative and active, passive or resistant 
according to the group of themes. Based on findings, participants of the positive group 
perceived dyslexia as a “real” (p.346) difficulty, whereas the neutral and negative had 
totally diverged opinions and less awareness “And it’s like-there are students who aren’t very 
good at whatever subject. We are all better at some things than others (...) it is not- whatever it is. 
It’s not a syndrome” (Lecturer 5) (ibid., p.347). In the active group, teachers seemed to 
accept their liability towards dyslexics’ support and be aware of their needs by 
encouraging them to overcome any difficulty. Conversely, in the passive and resistant 
group they appeared minor or no responsibility for support: 
 
 “My general view of things like student support (…) is that we aren’t the experts in that 
 we are the experts in our subject; and when it comes to complex conditions like dyslexia, 
 we shouldn’t dabble as amateurs. We should direct students towards the expert services.” 
 (Lecturer 13) (ibid., p.347). 
 
 Lastly, Casserly (2013) examined, with a four-year research project in Ireland, how 
different types of provision react to socio-emotional children’s needs. Reading class 
teachers supported children’s academic and behavioural targets by encouraging talents 
and capabilities “their self-esteem can be raised by giving them work they can achieve, so giving 
them a sense of achievement and where they can never fail” (ibid., p.85). Teachers were also in 
favor of small classes where children could communicate with peers and teachers, find 
the same interests and express their emotions without embarrassment. As a result, self-
esteem and confidence seemed to be enhanced when children were supported by 
teachers.  
 Conflicting views by teachers who work in mainstream or special schools have 
been explored and yet there is not a consensus on how teachers can be trained for helping 
DC. The only conclusion that can be drawn is that regardless of the type of school 
provision, teachers must be first aware of dyslexia and train themselves appropriately for 
implementing the most effective methods and inclusive strategies that fit each individual. 
 
2.3 In favor of special or mainstream inclusive settings? - parents’ perspectives affected 
by students’ experiences 
Parents constitute the key players for helping, supporting, and encouraging DC. Based 
on the literature research, there is a great controversy of opinions among parents, related 
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to the educational placement of dyslexics’ children (Elkins, van Kraayenoord and Jobling, 
2003).  
 “Is it a better educational experience for the child to be included in mainstream schooling 
or to attend a school or unit designed to address their specific needs?” (Peer and Reid, 2001, 
p.267), one mother wondered, as having experienced dyslexia because of her son. 
 Based on Rontou’s case study (2010), mothers of DC in Greece stated the kind of 
provision they wish for their children. All mothers agreed that they prefer mainstream 
schools with individualised programs and special needs teachers or assistants. One 
mother stressed that she would be interested in sending her child to special pilot 
programs that operate in mainstreams. Another mother said: “we go [to a private centre] 
because they [diagnostic centres] don’t have space and there is no coordination at all” (ibid., 
p.189). One more participant agreed with the previous view by supporting the notion 
that special classes should categorise children according to their needs and not mix them 
all in the same class. She was also in favor of parallel support (that does not function for 
DC in Greece), but she would like to, an opinion that paralleled with the view of the first 
mother (ibid). 
 Two mothers, of the case studies as Konur (2005) stated, attempt to assert equal 
access to compulsory education and equal educational provision appropriate for their 
children. The Tribunal declined about placing their children in special schools and 
insisted on placing them in mainstream settings, without taking into consideration the 
lack of adequate provision for them.  
 In another Australian study, diverse parents’ views upon types of provision were 
expressed. Most of them supported inclusion due to the fact that mainstream classes 
offered “a great programme”, “a very caring aide”, “wonderful staff”, “has made great progress” 
and “she has made friends” (Elkins et al., 2003, p.155). Only a minor number were opposed 
to it, by explaining that their children’s severity could not be accommodated there. Few 
of the parents were content with the special settings and on the contrary, they were more 
hesitant about mainstreams, because of the poor behaviour of their peers (ibid).  
 In Bangkok, parents were interviewed about adequate educational provision for 
DC at international schools and made the following statement: 
 
 “The school looked at the individual person. It’s not like you are this age and you should 
 be doing this, it’s what can we do for you.” (Parent 1) (Brown and Bell, 2014, p.163). 
  
 On the other hand, some parents found the opposite on other local international 
schools: 
 
 “…the headmistress (…) said to me, “No we don’t want him. He’ll keep our numbers 
 down” (…) We were told by two schools that he wasn’t up to their standard.” (Parent 2) 
 (ibid., p.161).  
 
 “We just had an example from one school with friends of us (…) there is a kid with a 
 syndrome and they asked the parents to take the kid out.” (Parent 3) (ibid., p.161). 
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 In another study (Nugent, 2008) parents were asked to comment on their 
children’s experience of special education in Ireland. Related to children’s happiness at 
school, parents were most contented in special schools, while in the resource settings 
were the least. As a consequence, parents did not report that their children felt “more 
normal” (p.200) in resource teaching, in comparison to their agreement with this 
statement in special schools and reading units. By concluding, parents mentioned that 
children who attended special schools proved to be happier and gained more positive 
experiences, contrasting to resource settings (ibid). In a previous Nugent’s study (2007), 
parents also expressed positive views regarding a special provision in all settings, and 
only 1% was disappointed. Parents of pupils who received special provision tended to be 
more satisfied than those whose children were educated in the mainstream. As Nugent 
(2007) says, this is mainly caused by the fact that mainstream schools did not manage to 
correspond to dyslexic children’s needs. More specifically, as a parent mentioned, 
mainstreams do not inform parents for the right of their children’s education, but 
encourage them to educate them in another place “…his former school declined to help him 
in any way and instructed us to remove him from the school. We were under pressure to find 
another school for him (…)” (ibid., p.56). 
 In Casserly’s study (2013), parents claimed that most of the children faced adverse 
socio-emotional feelings in mainstreams before their training in reading school/class, 
something that decreased after their experience in the special settings. Parents stated that 
children characterized themselves as different and useless in mainstreams. Parents 
justified that due to their similarities with their peers they were feeling equal and 
accepted in special settings. Concerning their self-esteem during reading schools, seven 
out of fourteen said that it had raised, three that it was stable and three that it diminished, 
but all of them agreed that by leaving from there, it has been improved. When children 
returned to mainstream settings most of the parents noted their children’s satisfaction 
and positive attitude because of their peers and learning experiences, in comparison to 
the first time (ibid).  
 To conclude, nearly one third said that they would like their children to be 
educated in mainstream resources rather than special. Such finding was supported by 
parents’ personal accounts, but based on the surveys in which children receive all forms 
of provision, it was concluded that they were happier with special provision. The contrast 
between the most preferable types of provision according to parents’ experiences is still 
an ongoing debate. However, the most vital thing that parents chase is the provision that 
can be proven beneficial for their children’s learning development, social interaction and 
emotional enhancement, regardless of the place. 
 
2.4 Students’ views about teachers’ behaviour in mainstream and special schools 
McPhillips and Shevlin (2009) tried to include students’ voices regarding teachers’ 
assistance in combination with different school provisions in Ireland. Two of them 
quoted their contrasting views “We were doing work that was too hard for us [in the 
mainstream] and they didn’t give us much help (…)” (ibid., p.68), “In this school (reading unit) 
the teacher will help you(…)” (ibid., p.69). These experiences showed that education in 
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special contexts has been estimated as more beneficial, in stark contrast to the 
mainstream. In another study, a group of students from Sweden were interviewed for 
their experiences about teachers’ attitudes and then for the possibilities of participating 
in special settings. Regarding the first aspect, one student stressed: 
 
 “They grumbled at me. They told me I was totally useless and couldn’t do anything.” 
 (Heimdhal Mattson et al., 2010, p.246). 
 
 In Riddick’s study (2001), thirteen years old child, also reported to their teachers 
that they thought he/she was an idiot and moron. On the other hand, another student 
described a positive experience:  
 
 “I met B that was probably what got me to where I am now (…), she found solutions (…) 
 I can’t get hold of things by reading and writing. B understood that.” (Heimdahl Mattson 
 and Roll-Pattersson, 2007, p.246). 
 
 Regarding the second aspect, students also exposed opposing views about being 
educated in small or individual groups ”It was nice to be in a small class, to know who you 
were (…)The teachers knew their job (…)they were more fair.” (student 1)(Heimdahl Mattson 
and Roll-Pattersson, 2007, p.247). Contrariwise, student 2 stated his disappointment 
about being in an exclusively segregated group that did not operate within the 
mainstream class (ibid). Lastly, students quoted their views on lecturers’ attitudes on 
dyslexia. Based on teachers’ sayings, they were characterized as prejudiced, incredulous 
and uncertain for the existence of dyslexia, whereas good teachers’ attitudes were 
positively evaluated by students because of showing a willingness to help, rapport and 
trustworthiness (Pino and Mortari, 2014). 
 
2.4.1 Effects on social and emotional developments - children’s’ viewpoints 
One of the most crucial factors that is responsible for dyslexic students’ self-esteem is the 
provision of proper educational contexts (Riddick, 2006).  
 In order to find out how different educational contexts reacted to dyslexic persons’ 
self-esteem, the study of Nalavany, Carawan and Brown (2011) reported that school 
recollections were fearful in mainstreams and less stressful for those who were educated 
in special settings. There had actually greater levels of self-esteem because they were 
educated by qualified teachers and received peer support that enhanced self-esteem 
through positive emotional development. Another study also focused on teachers, 
parents and peers who affected children’s self-esteem in mainstream schools (Glazzard, 
2010). Several children who made a comparison between them and their peers felt 
isolated and disappointed, whereas half of the students expressed the opposite opinions: 
 
 “No I never experienced anything negative because of my dyslexia. It’s just dyslexia (…). 
 It doesn’t change who you are. Everyone has been fine with me. I mean, I used to make fun 
 of myself about my spelling.” (Student no. 7) (ibid., p.66). 
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 Children’s perceptions about their teachers were also contrasting. Most of the 
children recollected bad memories from teachers’ behavior “(…) He used to make comments 
like say I was rubbish and that I’d never get anywhere in life (…)” (Student4) (ibid., p.65),  
 
 “(…) She used to bully me. I didn’t like her (…) She used to get me in front of the class 
 and humiliate me in front of the others. Then she’d make me sit in a corner and encourage 
 the class to laugh at me. She was horrible (…) When it was playtime she’d always give me 
 extra work and I’d never get a break (…). She used to call me stupid…” (Student no.8) 
 (ibid., p.65). 
 
 Conversely, there were DC who had good experiences with their teachers and 
characterized them as supportive and understanding: 
 
 “Well, the person I think has done the most and really supported me is Mrs. S (…) She’s 
 always been there if I’ve needed someone to talk to or needed help. If I’m feeling down I’ll 
 go and talk to her and she has always sorted it out for me (…) She’s the only teacher in the 
 school that’s really done wonders for me (…)” (Student no.9) (ibid., p.65). 
 
 Nugent (2008) decoded interviews from DC who were educated in three different 
Irish settings. Based on the results, children seemed to be happy with special provision 
in all three settings, and they appeared to have a more positive attitude towards special 
schools and reading units rather than children in mainstreams. Special provision 
appeared to unite students with similar difficulties, within the same group, something 
that raised positive contrasts. Contrariwise, self-esteem and especially academic one 
caused adverse impact on DC in mainstream context and especially feelings of isolation 
and refusal from the others. Children stated: “I wasn’t good enough – I couldn’t read as well 
as others” (ibid., p.198). The statistical percentages present that 63% of the students were 
in favor of continuing with a special provision, 7% of them were uncertain and 30% did 
not want to attend special provision in secondary school because they wanted to be 
“normal” (p.199).  
 Stampoltzis and Polychronopoulou (2009) investigated the educational 
experiences of university students with dyslexia during their school years. Children’s 
school experiences from primary school were in general adverse and had a repercussion 
on their self-confidence. As they grew up the differences were more restricted and they 
learned to develop ways to cope with their inconveniences. The three groups of questions 
were about past school experiences, present difficulties, and future plans. Related to their 
primary schools’ previous experiences, most of them were disappointed “My memories 
are bad (…) I thought myself (…) probably a failure. One thing I remember is when I was in the 
sixth grade, my teacher slapped me in front of the class because of my spelling errors”. (G)(ibid., 
p.312). Some others were satisfied by the teachers’ reactions and understanding towards 
their problems though. Children’s experiences in secondary education appeared more 
auspicious, as they made friends and despite their difficulties, they could control things 
with the assistance of their teachers. As a result, they became more confident in 
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themselves. Peer relationships were most effectively developed “My problem didn’t affect 
my relations with my classmates. We had a good time together” (K) (ibid., p.313) and only a 
minority of students faced problems with that. 
 Children’s self-esteem is enhanced mostly as a result of parental contribution. All 
students stated that they gained only good influence from their parents at schoolwork 
and for their self-esteem (Stampoltzis and Polychronopoulou, 2009; Glazzard, 2010): 
 
 “My parents showed great understanding and helped me a lot. Their help acted as a 
 catalyst to my success at university” (P) (Stampoltzis and Polychronopoulou, 2009, 
 p.314). 
 
 “Yeah both my parents are supportive (…) They encourage me to do my best.” (Student 
 no.6) (Glazzard, 2010, p.66). 
 
 According to children’s future plans, there is optimism about their job careers and 
they are ready to set up their businesses and work with loyalty (Stampoltzis and 
Polychronopoulou, 2009). To sum up, children reported mostly a preference for special 
schools because there could feel more accepted and teachers were more specialized in 
their needs. However, these findings that were based on their school experiences would 
be much different from the current ones if children in mainstreams were given 
instructions by qualified teachers concerning strategies and materials (ibid).  
 Based on Casserly’s investigation, on a four-year project (2013), children’s 
experiences on their socio-emotional development, according to their placement in 
mainstream and reading class and their return to the mainstream, were discussed. 
Children experienced difficulties in mainstream school. They could not keep up with 
their peers, whereas in special classes they could deal more effectively with their work. 
With their relocation to the mainstream, the majority of children expressed their 
happiness for being again with their peers, complete and compare their work, recognize 
their abilities, and feel like they belong there. Additionally, one pupil supported the 
mainstream more than the special school and explained why:  
 
 “The things I like about the big mainstream class are that I don’t have to leave the class for 
 some lessons and I have made lots of new friends. The disadvantage of being in the reading 
 class was that I was the only girl and I was bullied by two boys (…) who used to call me 
 names. I feel happier in mainstream and I feel I belong.” (ibid., p.87). 
 
 Overall, teachers’, parents’ and students’ perceptions and attitudes towards the 
appropriate type of provision with the sole aim of dyslexic child’s inclusion in the 
educational system constituted a debate of far-reaching importance. Both positive and 
negative views explored and the impact on children also discussed. Implications for 
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3. Implications for practice  
 
In order to provide an appropriate school provision for dyslexic children’s education, we 
have to find out what makes a good inclusive practice. Based on the literature, during the 
last decade, DC have been educated in both mainstream and special schools/classes that 
operate within mainstreams. However, a consensus on the appropriate school 
environment that would facilitate their knowledge and accommodate their individual 
needs does not yet exist. It is then our responsibility as educators to find out which are 
the factors that influence the effectiveness of inclusion. These can be found directly from 
the executed research by including teachers’ attitudes, the curriculum and the available 
resources and the social acceptance of the child within the classroom. Last but not least, 
implications of how DC are educated in my country will be mentioned as well as 
recommendations of good future practice. 
 
3.1 Change of teachers’ attitudes 
As it is apparent from the research, teachers’ behaviours can influence students’ self-
concept. For that reason, a change to teachers’ attitudes is necessary. During the research, 
the findings that were mostly negative showed students’ reactions that came as a result 
of teachers’ behaviours and how these behaviours affected the perception for themselves. 
Adverse attitudes have long-lasting effects on students (Nielsen, 2011). For that reason, 
teachers’ education is essential. Teachers must learn to focus on the personality of 
dyslexic children and cater to their needs by learning their backgrounds and understand 
that they need special treatment. This can be mainly achieved with the cooperation of 
parents and teachers. However, the biggest challenge for teachers, as the majority of 
authors claim, is the appropriate training (Bell et al., 2011; Nalavany et al., 2011; Cameron 
and Nunkoosing, 2012). This is because they need to understand and accept first the wide 
spectrum of difficulties and especially the learning ones and then to obtain skills that will 
support children in an inclusive dyslexia-friendly school environment. Another thing 
teachers should do is to give to DC space, time (Nielsen, 2011; Leite, 2012) and cultivate 
mutual rapport between them and their students, to help them overcome the barriers of 
their learning procedure (Pino and Mortari, 2014) and enhance their self-esteem. Most 
importantly, teachers must realise that all students are capable of learning, but each one 
of them learns differently (Leite, 2012). Cameron and Nunkoosing (2012) offer a solution, 
which outlines that current or past dyslexic students can design a training program for 
their teachers according to their experiences, in order to find out what kind of support 
suits them better. Finally, children are those who need teachers’ support, attention and 
encouragement, in order to be able to handle their adversities in their way, no matter how 
hard they are about to try (Nielsen, 2011). 
 
3.2 The curriculum and school resources in the classroom 
The appropriate curriculum for DC must be flexible and easily adaptable to their 
individual needs. This sets in the centre each dyslexic child and promotes equality and 
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respect (Leite, 2012). Teachers constitute the mediators of the curriculum’s design and of 
the provided knowledge that should be adapted to children’s needs.  
 In order to ameliorate curriculum access in the classrooms and implement a good 
quality of teaching, teachers need the appropriate resources (Coffield and O’Neill, 2004). 
Some of the possible support materials could be multi-sensory or technological tools and 
books with an interesting and comprehensible context that could teach them the ways of 
improving their literacy skills and develop their linguistic level (Nielsen, 2011). These 
resources can go along with the designed curriculum. For example, the curriculum might 
include behavioural activities such as role-plays, small exercises with specific instructions 
from the teachers and discussions for the possible solutions with their peers in small 
groups. If teachers implement all these resources and teaching strategies then will give 
them the chance to set targets, show their abilities (Firth, Frydenberg, Steeg and Bond, 
2013), participate successfully as full members of the classroom, and defy some of the 
serious barriers that may arise because of their LD (Bell et al., 2011). Finally, teachers can 
create a safe and structured environment where DC will feel that they belong and lead 
happier school lives (Firth et al., 2013). 
 
3.3 Social acceptance within the school context 
Another area that plays a major role in dyslexic children’s inclusion is to become socially 
accepted by their peers in the classroom. As research implied, negative attitudes from 
their peers, made them feel isolated, excluded and with low self-concept. As Nalavany et 
al., (2011) mentioned children who were educated in special settings received more 
support from their peers, something that is in stark contrast with mainstreams, where 
dyslexics faced social and emotional seclusion. More specifically, as shown in previous 
studies of the literature, students asserted that they would be benefited from interaction 
with other dyslexic peers because they had common difficulties and consequently similar 
needs. As aforementioned in the previous section, if students take part in collective 
activities, they will formulate good working relationships with their peers and as a result 
will gain their interest, appreciation and respect. The negative attitudes towards DC are 
mainly formed by stereotypes and prejudices of the society that tend to consider them as 
“rubbish”, useless and unable to be educated with “normal” children. These beliefs are 
created by the lack of information and education and are passed from parents to their 
children. As a result, in order to reach social acceptance, we should first raise awareness 
of the problems that people with special educational needs face, especially within the 
school communities, and sensitise them about equality and human rights. In this way, 
parents will transmit these ethical values to their children. Finally, the social acceptance 
of DC can bring life-changing effects on their future educational and socio-emotional 
developments and influence positively their future paths in life. 
 All three aspects that are mentioned above are interrelated with each other and if 
they operate effectively, they can contribute to the enhancement of self-esteem and the 
improvement of children’s emotional condition. These positive effects lead to the 
amelioration of learning, better interaction with their peers and collaboration with their 
teachers. To conclude, schools, no matter if they are mainstream or special, are trying to 
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adopt an inclusive ethos, something that is prevented by a lack of professional expertise, 
suitable resources, and the peer community that cannot still accept and integrate dyslexic 
children in mainstream schools. Given the appropriate policies of inclusive education, 
DC will be able to become literate in tandem with their non-dyslexic peers in a 
mainstream school context (Elkins et al, 2003). 
 
3.4 Back home situation 
According to my back-home situation, in Greece, DC get a diagnosis by KESY 
(Educational and Counseling Support Center). This diagnosis includes the child’s 
examination by a team of special education staff who confirms his/her condition and 
indicate his/her education in resource rooms or otherwise integration classes, within the 
mainstreams, individually or in small groups with other dyslexic peers. There is not yet 
legislation on parallel support, which follows inclusive education policies, for them to 
become educated in the same class with their non-dyslexic peers. Consequently, DC most 
times feel isolated and excluded from the learning process with less interaction and 
communication with others and fewer possibilities to improve their self-esteem, to 
become confident, and believe in their abilities. For that reason, my recommendation 
consists of a good policy that could enact the legislation of parallel support for DC, to 
allow them to feel important and become literate in a fully inclusive environment, 
surrounded by supportive teachers with inclusive strategies, who will eliminate their 
weaknesses and promote their strengths. 
 Nevertheless, instead of debating the appropriate type of provision, the research 
focus should consequently be placed on the effectiveness of the inclusive support given 
to every child in the school environment. The following research question could 
hopefully make an impact on further research for future investigations, in order to 
explore the feasibility and effectiveness of an inclusive school environment applied to 
children’s needs: Is inclusive teaching at risk of becoming “silent” segregation? 
(Heimdahl Mattson and Roll-Pattersson, 2007, p.250). If this question sets the starting 
point for our future research, many more are about to follow.  
 In my opinion, the cooperation between special and mainstream schools increases 
the likelihood of developing inclusive strategies within educational systems and by 
working together benefits are presented to all members of the school community. The 
most vital expectation that matters for children to feel included is the creation of an 
environment that provides them with suitable academic, social and emotional 
experiences that can ultimately boost children’s self-esteem (Nalavany et al., 2011). From 
the research on the literature, some future questions arise. Is there an appropriate way to 
deliver special education placement’s profits to children in inclusive settings? Or if the 
education in mainstreams causes problems for some students, then what makes the 
attendance in a special school more beneficial? The starting point should be the 
mainstream context and its inclusiveness or the needs of specific groups with particular 
interests?  
 Further research is needed in order to investigate possible answers to the 
aforementioned questions. 
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4. Conclusion 
 
Whether DC should be included in mainstream or special contexts is a widely debated 
topic that is discussed from the point of teachers’, parents’ and students’ views. There 
was never a unanimous view on whether mainstream provision is more beneficial than 
special. This paper examined how countries all over the world perceive inclusion for 
children with LD. How these children experienced teachers’ and peers’ attitudes and 
what impact they had on them. The major contradictory fact concerns teachers’ training 
to cater to children’s needs and their positive attitudes, in order to promote healthy 
academic, social and emotional developments within the school environment.  
 According to the findings of the literature, there are several parents (Peer and Reid, 
2001) and students (Nugent, 2008) that are engaging for more specialist provision, as they 
feel happier than in mainstreams. That surely does not mean that parents reject the 
concept of inclusion, but they do not want their children to become educated in a place 
that does not offer the appropriate support based on their specific LD (Peer and Reid, 
2001). 
 To conclude, the concept of inclusion has not yet been fully defined and is likely 
to continue evolving. The focus should be on further improvements in teachers’ attitudes, 
the curriculum and school resources and the acceptance of their peers. However, as a 
teacher that adopts inclusive beliefs, there is still more research needed not about the 
type, but towards the quality and effectiveness of school provision for DC. 
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